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~°  FOREWORD

4 b4 - . .

Exploring Functional Language is a unique set of matenals that addresses what 1s probably the
most important question one could ask about language wse in the schools. “How do children and
teachers use language to get things done?” However obvious such a question may seem, it is
unfortunately true that we seldom ask it. Instead, the schools usually try to determine such ques-
tions as “How correctds the usage of the children?” or “How mature 1s the children’s language
development in terms of pronunciation or grammar?” These are not unimportant questions, but
they focus only on the forms of language rather than on its functions. That is, the questions.

, address the social judgments we\can make about language- (is 1t correct or not) rather than the

.cognitive functions (what does the language get done). - -

These protocol tapes and manuals effectively illustrate functional language 1n its real, class-
room eontext with vide/otqpes of the undoctored, actual classroom events. The manuals contain
workshop exercises to be used with the videotape, describe (in clear langyage) the theoreticat
framework from which the wotk stems, and include verbal transcripts of the language used in the
tapes All videotapd'samples ( 15 to 20 minutes in length) were taken from a large research proj-
ect conducted-at thi Center for Applied Linguistics (Peg Griffin and Roger Shuy, Childrén’s
"Functional Language dnd Education in the Early Years, 1978). Separate mandals accompany
each videotape. S ) '

A Way with Words describes the principle of functional language in somecdetail, calling into
question conventional school language assessment which deals only with language. forms
(sounds, vocabulary and grammar) while often ignoring meaning relationships (semantics) and
langliage use (pragmatics). s —

What's What with Questions explores the use of question asking strategies in the classroom.
It points out that questions do a great deal more work than merely getting joformation. Children

-have ‘a variety of ways 10 use Questions and this protocol suggests ways tat educators can make

- use of them for in-service or pre-service training. Jt's Your Turn provides information about the

. verbal and non-verbal aspects of classroom turns at tal ing, when it succeeds as well as when it
breaks down Transitions: Activity between Activities fRuses on what-has been conventionally
considered “‘down time” Qy educators. The videotape and manual describe how transitions can
function as an actual learning event, socially and cognitively. A similar focus is presented in When
Is Reading?, which illustrates visually that learning how to read extends far beyond “off{cial"
reading time in classrooms Although much of the focus of these videotapes and manuals is on
children’s functional language use, teagher talk is also noted, especially in Teacher Talk Works,
a visible demonstration of talk that teaches, answers, evaluates, manages, and reprimands.

" There is no way that a brief overview of this sort can capture the richness of the actual yideo-
taped events in this series' That is precisely tHe reason, in fact, that the authors decided to present
this irgportant information in protocol form. These are not books about children’s functional lan-
guage -They are children’s functional language, captured in natural, real life settings, selected
from hundreds of hours of research samples and presented in a way which is convincing, clear -
and dynamic. . - ¥ - ‘ NN

» -
Roger Shuy
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"~ INTRGDUCTION

Y% Hogv are quéstions involved'in teaching and‘ieqrning?

* Do people use questions just to get information?

7‘_’3( - W'ha't other kinds of work do questions do? ' ; &

»
. »
~ ' >

¥ What are the different ways that chilgren use questions?

k] . L3

3% How will thesé materials help in the classroom situation?

W How are they relevant and applicable to elementary school teaching? ..
~ C L v .

)

The above dre some of the questions that_ will be treated in these materials. This participant’s
manual is part of a packet that includes an instructor's manual and a videotape. The purpose of
these materials is to explore certain concepts and facts about the language used in elementary
| school classrooms. The videotape results from a larger study examining ¢hildren's use of lan-

guage.in school settings. Along with the transcript, it illustrates instances o children's classroom

language usage T nursery school and first through third grades. Although the materials are
intended for use in pre-service and irr-service teacher training, they may be of interest to other

audiences, including liftgugstics' students and educational specialists. .

Language’s centrdl ole in education is clear, both as a means for transmitting information and

. asatool in the dedelopment and evaluation of many educational skills. Qur educational system
depends (ipon language for content material, for the presentation and evaluation of teachers’
knowledge of content material,’ and for the learning and displaying of content knowledge by

s children. : . . .

"People use language as a tool to get things done. There are many activities that could not be
accomplished without languagé, and often language provides special formulas for those activi-
ties For instance, in many cultures people have to say special sentences to each other before
they are considered married, babies are not considered christened until the appropriate person

\
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2 What's What with Questions_

.

*

says the nght things; a bet is not a bet unless someone says "I bet you $5 that .” There are
many other activities that depend on language, even though they may not Have special language.
people make requests, apologize, and condole with language Itmight be said that the language-
very-often reflects the task hand—as'a matter of fact, the lahguage and the task may be one and
the same.

The tasks that need to be accomplished at school result in language that 1s different from what
might be called “everyday conversation.” For?xample. a teacher must)ﬁiaquently speak to many
children at once; children must demonstrate their knowledge with language; teachers must
respond to both acceptable and unacceptable answers to questions. In ‘everyday conversation 1t
might be strange for one adult to say to another “Alright, you may speak now,” giving the other
permission to speak “In a classroom this permission giving 15 usual and there are many ways of
assigning turns-to-talk. While the participants in.an everyday consersation do not usually evalu-
ate overtly the contributions of others, evaluation is part off a teacher's job So classroom lan-
guage and everyday conversation do,different kinds of work |The same might be said of legal lan-
guage, medical langyage, sports language, and so forth. The pojnt is that there is not just one
kind of language: language is what the situation requires itfto be. -~ .

It is important t6 understand how children and teachers ufe language. It s important to realize
that children understand and use the conventions of classroom language. It 1s important to reflect
upon the depth and breadth, of the knowledge they display effortlessly. It isimportant to question
whether some classroom problems may be explained mn terms of a discrepancy between class-
room language dnd the child’s home language It 1s important to see that Whild a child might be
negatively evaluated on thé basis of “ineffective language usage.” the problem might revolve
around the need to develop a particularly critical classroom language skill, such as being able to
request a repetition or a clarification. ) , A

These materials have been preparediwith the view that learning how to teach includes learninga,
about the language of teachers and stué{‘gnts. The videotape provides instances of children in real
classrooms The written materials are designed to ppint out some of the fundamental character- *
istics of language used in school and to give teachers a way to explore the language in their own
classtboms. The importance of learning by seeing and doing is stressed here. Finally, with an
appreéciation for how busy and hectic the life of an elementary school teacher can be, we suggest
that the teacher does not always have to leave the classroom to study or do research.

-
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SUGGESTIONS  *~ .

.FOR USING

THESE MATERIALS

- 3

-

(1)

(2

(3)

(4)

(5)

(6)

OPTION A

.

Read through the transcript. We suggest this as the first step
for any approach, since’it is often difficult to read while

listening to and watching th,@ tape at the Same .time.
~

s .
Look at the tape, if available.
Read the discussion section.

Read the “Theoretical Framework” section (stropgly sug-
gested though not necessary to complete the exercises).

Do at least the following exercises:

"L Se.ctio‘n A #1-3
Section B #1-3 . :
Section,C #1,2 s
Section D #1,2

L (}eneral Exercises #1,2

Do as many of the remaining exercises as possible, reread-
* ing the discussion section as appropriate or necessary.
. "

- . _.

The discusstog apd exercise sections of this manual are designed
to be flexible ‘apMerchangeable, to accommodate individual learn-
ing styles, time schedales, and your own goals T
* If you are a participant using this manual in pre-service or
in-service training, your instructor will plan a workshop based on
these materials. If you are working on your own, you may find
either of the following approaches helpful or you may wish to devise
one of your own. ‘ ’ .

The transcript reflects the contents of the videotape. Satisfactory
work can be done with this manual When the videotape is not
available. - .

’

OPTION B
Read through the transcript.

e

Look at tape, if available. '

1)
L )
@)

Do the followinig ekercises:
L. S‘ection‘A #1-3

. . Se(;‘tion B #1.3 - .
Section € #1,2 . . o o
Section D #1 2

Il. General Exercises #1,2

4) "

-

Read the discussion section . ) -
(5) Read “Theoretical Framework” (strong’ly suggested).

(6) " Do as many of the remaining exercises as possible, reread-

ing the discussion section as appropriate or necessary.

17
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DISCUSSION

This dxscussxon section is intepded malnly as a point of reference for persons participating in
workshops or classes based on these materials. however, issues raised here also can serve as
departure points for further discussion or as a basis for assignments .

THE MAIN IDEAS _

Now that you have looked at the videotape or read through the transcript. it i1s useful to talk
* about the ideas developed on the tape and in the transcript. There are two_basic 1ssues.
) the functional and formal nature ofquestxons what they look hke and what kinds of work
iheydoand"‘, R e :
e, the role of qUestlonsun teachmg and learnlng " ,

- . . B -

What Questions Look Like, ', ) ." R ' .t

. « . - -
’

Most people would agree that questions are the primary way of getting infermation and that
they &re easjly identifiable by their form In many-languages..intluding Enghsh the form of the
question reflects the kind of information that the speaker is tryxng to get,'From that pe'rspectwe ~N ‘
there are basically three kinds of questions: o . |

(1) yes/Nno questions N . . ~ ) .
" Is dinner ready" ’ ) & T
Do you sing well? . N

(2) information questions )

. Who fixed dinner? ' , 5‘7\ Ce R

v

-What's for dinner? =

e (3) alternative questions - = ' @< ) )
Do you want coffee or'tea? . =~ < . :
Is this the beginging or the end? - ) -
Even this small number of. &xamples shows that not all questions are formed in the same way.
" We see, for example, that while the first two are both yes,'no questions, orre has do and one does
. not In fact, the first°questton is an example of the simplest way tofeym a question in English, that .
igby re arranging the subject and the verb This is generally known as subject-verb inversion, and
- we see'how a $entengeslike T . :

’

om

Dinner is ready, i ' .. e e .
can become the qugstion ‘ :
Is dinner ready? - y
" by subject-verb inversien. If that is the case, however why does the sentence ) _
-~ b .
. b ~ PR 2
- 415 , )
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You sing well. )
yield the question : .

Do you sing well? . _ . \
and not ° . L

Sing you well? . o <

This is because there is a difference in English between verbs like 1s, can. will, must, or shall and

hundreds of other verbs like sing Verbs in the first (and relatively small) group can form yes/no
questions simply by inversion of subject and verb. Verbs in the second group usually require the
presence of do'to form a yes/no question. We say “usually” because yes/no questions are not
only characterized by structural changes, such as subjeét:verb inversion or the,addition of do

They may be marked by a rise in the speaker’s voice. e g. -_
./ \
A ————— h I ' : -
\ 4 . . e .
Is dinner ready? Do you sing Well? .

.

y,
However, we have all heard yes/no questions in which the rising intonation is not ac-

companied by structural changes: . - o
. - v
R Dinner’s ready? You sing well? .
. Note that the intonation pattern for these last two examples. while rising. i$ riot the same as the .

intonation in questigas having structural changes. Furthermore..intonation alsp plays a role in dif-
ferentiating yes/no questions from alternative questions For example, one way to answer

lgo you want coffee or tea? would be yes or no, while the ariswer t&
Is .
\/\ s , . (
Do you want coffee or tea? wouyld be coffee, tea, or peither. o . , .
Information questions are typically nTaTkecj by what are known as WH words—who, when, )
why. where, what, how Some information questions are formed quite simply. For example, the . Pl
sentence .
Somebody‘fixed dinner. , ’ N >

becomes a question by substituting somebody with whoi-
Who fixed dinner?

14 - ¢ . -
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: N .
. ® .
R In this instance the WH word 15 also the subject of the sentence Let’s consider another example
in which the'WH word affects the object of the sentence: .
N This 1s a carburetor . , - -
/e One WH question that might be formed 1s ' ,
What is thjs? ' : S -
\ Here the what 1s used for the object in the sentence Since not all verbs ‘behave-like is. a WH
( ’ question relating to the sentence
She bought a cake. . )
cannot be . . . c /
What bought she? . .
rather than L '
What did she buy? . .
‘ 4 ' The sentencé
. : - What she did buy? ‘ . ) -
) * would also ber unagceptable\,.The point 1s that we see bgth the addition of fhe past tense form
— . . ‘ of do and what is known as WH movement—that 1s. the ‘movement of the WH word fromp the
. hypothetical position at the end of the declarative senterice (She bought what ) to the beginning.
. . - This applies to other WH words. as shown in the following examples:
' She bought-a cake where? She bought a cake when”
. Where did she buy a cake? When did she buy a cake?
o She.bought a cake why? ¥ She bought a cake how? )
N Why did she buy a cake? How did she buy a cake?

(

WH questions are generally described ashaving falling intonation. as in, ‘

’ ) i ) - " U

(1) Where are you going? !
. . . Itis quite eady, however. to think of examples of WH questions that,have nsing intonation. Try' ‘
: saying the following sentences out loud. -+
- ' - I \ K * * . ) .‘ .-_‘ 7 T
, ) 9w B ~ S ) \4__7 ) . . : .
(2) Where am | going? 7 ¢

(3) Where are you going? T .




_ bare imperative. There are differences among the following utterances:

g v
It would seem that when a WH question has the function of obtaining some. nformation, the
intonation generally has the shape shown in example #1 The function of the last two utterances
may not have to do with the’getting of information. Question #2 could easily be the repetition of

“ah information question. with the meaning “You're asking me where I'm going and I'm deciding

how much of the information | want to give you " The third question could, in some contexts. be
a directive or-a_statement meaning “Don't leave!” or “You don't have my pernfission to go "

-

What Questions Do L %

Ths far, we have been talking about questions used to get information. That, howeyer. 1s only
part of the story. When people talk to each other, more than simply an exchange of information
takes place. People talk to each other differently depending on a.number of factors. Those factors
can be summarized as follows: . .

* relationship between speakers (e.g. a husband and wife vs. strangers)

* social or occupational status' (e.q the boss talki§ to an employee)

* age (e.g. a child addressing the teacher vs. a peer) ’

® sex (e.g. a woman addressing a man vs. another woman)

* place of cohversation, setting (e.g. a classroom vs. a playground)

There are of course other factors that could be considered, such as the topic of conversation, but
the point seems clear: There are many features in the social situation that affect the language of
conversation. Now, how does all this affect‘questions? Basically, in two ways. .

First, while people do use questions to get information, the most direct way (yes/ne and WH ~
question forms) sometimes ‘may be considered inappropriate or even rude. There-are different
ways of getting just about the same information, as shown by

Whdt time is it? .

Time? ' ®

Could you tell me what time it is?

I wonder if you could tell me what time it is.

Do you have the time? ¥
Consideration of the social factors listed previously might }yompt a speaker to choose one form
over another, Some of the-examples here do not leok like or sound like questions byt can be
used as a way of indirectly obtaining the same information that a direct question does. *

Second, people use groups of words that ook like question$ and sound like questions to do
other things. We mentioned that in some cases it might be considered rude to try to get informa-

- fion by the most direct method, that is by using a yes/no or WH question. By the same token, it

may be inappropriage to try to get someone to do something by the most direct method, using &

.

~ Gimme that knifet _— s
Why don't you give me that knife? )
Could you please give me that knife? - t . ,
What \do you think about letting me have that knife?

s

-

&
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8- What's What with Questions - . - _ (
- D - . ) . / (

~ . ~ Speakers hearing these sentences contrasted would probBably agree that the first 1s much more
. - . . drrect and that the situation would dictate which form the request or commapd might take. . ,

P . . #As you can see. while some questions do have the job of getting information, other utterances

* that look like questions (WH word or word order) or sound hke questions (rising intonation) are

often used for purposes other than that of getting information. A question form may provide a

polite or indirect way of suggesting. advising, or perhaps even ordering someone to do some- -
_ thing. These observations about language may be, summarized as follows:
(A) Question forms do not always have questioning functions.
- (B) Questioning functions may be accomplished by other than questioning forms.

A T, . \ .

Contrasting Function and Form . .

Thig brings us {o the issue of the contrast between the functional and formal aspects of lan-
guage. The previous section showed how language in use varies depending on the social situa-
- tion and how language as a tool allows speakers to accomplish a variety of tasks. For other in-
stances, think of how a speaker may try to,convince someone of an idea, explgin something, or
’ . ‘ solicit a comment or praise for work completed. It is with language that these jobs of convincing,
explaining, or soliciting comment or praiseqare done. Each of these tasks may be accomplished ¢
- _ with different language forms, and the choice of form is related to language factors and social
factors. . '
a It is not enough for speakers of a language to know the sounds of the language or how those
sounds form words and sentences. It is essential to recognize that language gets things done, and
it is crucial to understand how the forms and functions are related. Look, for example, at the kind
. ' of contrast that a pair of simple sentences might reveal: .
< . The coffee pot is in the cupboard. ;
. v VS N ',
. Is that coffee pot full? '
. ' There are some sounds that are the same, some that are different; thete are sbme identical
. words, some hew ones; some worgs\are in the same order (coffe%\pot), soye are in a different
order (pot and is). On some occasionsboth sentences may be hints for somepne to make coffee,.
but on another occasion, the first may be just a statement of fact while the gther s just a request
*  for information. -
_Children’s participation in conversations suggests that they are able to handle these sorts of
“contrasts long before they are exposed to any fermal instruction about them. In fact, the way that
. 3 children play with language very often betrays a sophisticated understanding of this relationship
between form and function. Who hasn’t heard a four-year-old, sitting near a sugar bowl, answer
© : . ‘“yes” after being-asked “Can you pass the sugar, dear?” The child is playing with the sentence .& N\
2 ) ’ form—a yes/no question—despite the fact that the situation shows the utterance as having'the
( funchon of a direcfive (to pass the sugar). -

°
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Questions in Teaching and Learning . ,“' ‘s e
In school settings, both teachers and children use a wide vangty of language-forms to get things
done It is difficult to imagine how anything could be accomplished without one of the most valu. .~ '
able pedagogical language tools: questions. Three uses of questions are particularly apparent .
first, teachers get information and evaluate it: second. children get information, third, children get-

«
.

feedback on their work. - . . \
In the:first'instange. a teacher might get a group lesson alout rows and ‘golumns going by
saying- -2 . S '

. T The top row has what in it? What's the first thing in tl;e‘tc;,p row, Meredith?

Given an inappropriate answer, theteacher might not want to say “No, that's wrong."qlnstgad
she might choose to help the child arrfve at an appropriate answer by using, a drestion. For
example, n a lesson about squares, a child offers the answeria recq‘%to a question about things -
that are square. The teacher Jdoes not say “Records aren't square, "Instead, she says ™

N 4

T: A record? What part of the record would be square? . .

‘ . . w

By asking another question, she provides the student another”chance to answer. By asking
a question following a child’s answer, the teacher may also evaluate the ansWer as'not being
acceptable: . AR

T: What about saying ‘round’ to describe a record? . ar V - .
Children.use qtiestions to get information from teachers and from e_ach.pthér.,'ljhxs may involve

getting totally new information, as wlien a child asks a teacher, =~ *,¢ « '
How do you do this? ‘ . v Yo
Interestingly, this request for information is only partially successfdil, as thé teacher responds with

her own question ' -

L)

&

Why don’t yqu find out? to . s .

Children may also use questians to do other kinds of convérsational work, such as getting some-
one to repeat something that they didh't hear, to rephrase sobmething that they didn}t understand..
to be'more specific or to elaborate more on something. In a scene on the_vidégtape, Albert does
not'appear to have understood what Garnett has said, and his first What? has the effect of getfing
Garnett to repeat himself. This is in contrast to his second What?, which is a clear request for in-
formation. Similarly, in a later segment, Michael's What? is a request for Steven'to specify some-
thing in an earlier utterance. _ . N )
Questions are also used as a way of getting feedback from both Yeachers and peers on com-
pleted work. For example, a nursery school child might use a fairly direct question with a peer: 4.
-0 . . 4 .

Isn't my batik pretty? : : - R ,
The strategies used far, getting feedback from a teacher may be consider'ablyTess direct, ranging . °
from a‘kindergarten child’s question about a completed weaving; ~ e .

. '
- - - e

. . )
s
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10 What's What ‘with. QL‘lestio'hs ' -

. -
- * ’
] . ~

N Mrs *K . how do you like mine? . N
’ to g second grade child’s combination of a directive and a statement.
. . Look, Miss B , I painted that ‘
- to a third grade child’s combinatioh of a statement and a question: N : .
. This® my map and how do you like it? L .
. All these speakers are clearly aware of the need for diffetent language strategies in sohciting feed-
. back from different people. In fact. one child spoke overtly about not wanting to brag. revealing
an awareness of soliciting feedback as a special language function, . y
. Requesting clarification. .elaboration, specification.  getting a turn to talk. .getting informa-
- s . . - tion .getting feedback It seems cledr that knowing how to function effectively in school in-
N cludes knowing how to accomplish tasks by using questions. and children regularly display this
knowledge. .

> . . e *

- - , ) SPECIFIC DISCUSSION R .
\\ . v 1}: v... . . B
) This part of the discussion”section examines each section of the tape and transcript; specific
e examples of questions are pulled out of the transcript. :
T ‘ b “. R . N
A Part 1-Question Forms and Question Functions . ) ) e . .

Children’ come into contact with questions in a variety of situations. Often they are asked to
> . locate qugstions inbJdoks or workborc;lyﬂo supply the correct punctuation for sentences that
‘ are given%ometimes there is explicitT@aching about the form and function of questions. Other
. times, being ablé to identify a sentence that is a question will help a child to do a better job or have
- ) an*easier job of reading the next sentence which might well be an answer. Sometimes children
. are chastised for not answering a question asked by an adult. or for “answering back” instead of .
- doing what they have been told. All of this can mislead us about what children know about ques- -
~ . . tion®—how often they effortlessly use them in conversationsseven if they m;l/ not be able to do
exercises or if they occasionally misunderstand or intentionally play with langugge - ) “3
~ . - Me first segment of tape shows a group -of students without their teacher, carrying out an
assigned task. One child, Melissa, has been put in charge. During this segment many questions
are asked. Because the children are using language so foutinely and are so involved with the job
and the attendant social matters, it is easy to- pverlook the complexity-of their questioning -
. . ) strategies. ¥ \a :};\

-

. ® “COMPLETE” VS. “INCOMPLETE” QUESTIONS. 3 ’
Some of the incomplete questions could just as we]l have been completely formulated, but
completeness is not always necessary or even desirable for communication take place. For
example, at the beginning of the segment, Melissa, says: ' '

Q - S .- .
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" Ann simply says:

‘Scuse me. ‘Scuse me, Adam—Have —have you found out what your ..you ..?
Melissa has something specific in mind when she addresses this question to Adam 'moreover. it is
clear from Adam’s response “No, but [ found one thin&’ that he knows exactly what Melissa is
asking about. If he hadn't understood, he probably would have requested some kind of clarifica-
tion or repetition of her incomplete question. d o

There are other incomplete questions for which the “complete” version would seem super-
fluous or inappropriate. An example of this comes once again from Melissa: ’

Adam, could you please hold that,-right there? That right there?

Presumably Melissa is repeating that part of the quesfion that is most important for this context, so
that a “complete” version might look like the preceding question. However, a complete repetition
would clearly be redundant and unnecessary. The simple noun phrase and the rising intonation
do the ‘work successflly. Alternatively, That right there? may be a related but independent
separate question, such that the thrust of the first question is the request for help, while the thrust
of the second is the specification of what is to be held. ’ -
There are examples of incomplete questions that reveal the nature of language as a reflection
«of social intéraction. Once again, in speaking to Adam, Melissa says:

But is it—D'you think that it’s the thing that they’re talking abouit?
Clearly, the question that might have been But is it the thing that they're talking about? is a lot
more direct and gets immediately at the answer. However, Melissa chdoses to reformulate her
question as a request for an opinion. The result is a much, more indirect and softened question,
certainly less threatening than the thwarted first version. Viewed from.another perspective, the
second question also allows Adam’s answer to be a matter of opinion rather than an absolute
statement of fact. The question pushes Adam to take responsibility for his answer while allowing a
safety valve. The second version may be mqre effective as a teaching tool, and the first version,
had it been completed, \might have been socially inappropriate. ‘

Finally, there are exarpiples of what might be called “incomplete” questions for which it is diffi-
cult to imagine or formylate a “cémplete” version. For example, when Melissa says:

Okay. Wait—Ilet me. put this down. Ann? ‘

D

Yeah? ~ o

A “complete” version of this might be something like: - .- .
Yes, | am attending to you and | am waiting for you to say something more. Do you have
something more to say? . . i

‘Ann’s Yeah? does all of the work that the above utterance would do and does so much rhore

economically. There is really no need to suppose that there is a “complete” version of this queb-
tion that is not being used.

So-called “incompleteness,” then, clearly has a function. Furthermore, completeness cannot
be strictly defined by form: a question that one might classify as “incomplete” from a formal point
of view (e.g. words “missing” or in an unusual sequence) might be complete and satisfactory
from a functional perspective. -
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12‘1; What's What with Ques;[ions

e QUESTION TYPES . ’ ’
. - In the general discussion. we reviewed some of the structural features that characterize ques-
- Y *  tions in Enghsh This first section of the transcript offers some good examples of these features
\L W . Melissa’s question:
. ol 7 . Teddy. have you finished yours?

lllustrates the subject-verb inversion that marks yes/no questions. As we pointed out, with some
verbs (be, have, and so on) the simple inversion can take place. With others. such as think or
finish, the nversion by itself results in what most people would agree are ungrammatical sen-
tences, e.g. ;
° . You think that it's the thing

) *Think you that “it's the thing. .

In these cases, the word do is mserted and the result is an acceptable question such as Melissa’s
. D'ygu think that it's the thing that they're talking about? .
. Earlier we noted that yes/no questions may be marked by a steady rise in the speaker’s voice
. The transcript notes this rise in Adam’s question:

\ A M ? . '

Did you two finish with one? ’ -
Finally. we pointed out that some queshons are formed with pamcular words, WH words, as
- seen in Ann'’s utterance:
aQ : Why don't you bring it in the courtyard"
* As questions have. a variety of forms, they also have a variety of funchons The questions can
. get the addressee to confirm or disconfirm, some piece of information, as when Melissa says:
« I should open it up?
The speaker may get the addressee to say whether somethmg in the question is true or not, as
. when Adam says: - -
' . Did you two finish with one? ‘ .
The speaker may be asking the addressee to choose which of &\'/eral things in the question is true
or confirmed. In another. example, one child asks
R .« Isthis an inch or a millimeter? . .
- Finally, the speaker may be trying to get specific information relevant to the question word, used
*in the question, as in the following question: .
Where is Teddy? s '
~N We can see that all of the functions mentioned here have in common a general function of ob-
, taining information. However, as we mentioned earlier, question forms do not always accom-
) plistt questioning functions and some functions may be accomplished by questions, statements,
- or imperatives. In this piece of transcript Ann says: .
‘Why don’t you move it out? R i L
) "~ and - , :
- 28 , Why don't you bring it ip the courtyard? * .

»
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and Melissa says: _ v

Ann. could you please get me your tape measure’

>
Adam, could you please hold that, right there? . .
Although these look like questions from a formal‘standpoint, they function as requests for action
or directives. In fact, in Melissa’s first example we see an intonation pattem that differs from the
usual gradual rise seen inyes/no questions. The utterance, therefore, has only some of the
formal characteristics of ‘questions. In a sense, the intonation pattern might be said to “betray” the
fact that something other than yes/no questioning is going on.
Another example of this is Melissa’s utterance:

“\,/\/ .
I should open it up? . \
where a statement is being used as a yes/no questior. Once again, we see a need to distinguish
two levels of form, as the word order of the utterance is indeed that of a statement, while the
intonation is clearly that of a question. However, it is not difficult to imagine how the same utter-

ance, with all the formal characteristics of a statement, could be used to get information. Try say-
ing it aloud to yourself: : "

N~/

I should open it up.

and

This tape segment shows that chjldren are aware of the subtleties associated with the form and ‘

function of questions and are quite capable of maneuvering these subtjeties to accomplish a
variety of tasks with language.

.

Part' 2—What: Getting a Chance to Speak, 'Giving a Chance to Speak ‘

Participants in a conversation talk to each ofher, butusually only one participant talks at a time.
Whqyis talking changes from one participant to the other, and what is being talked about may
charige as well. Questions and answers help to organize the who, when, an& what of conversa-
tions. Questions can indicate what should be talked about next, and questions have completion
Points that can intlicate when the next person should talk and who that next speaker might be.

In this discussion, we are particularly concernéd with the use of questions in the school setting.
For example, in large group lessons, the social roles of the teacher and the students may largely

determine who talks when and for howlong and what they talk about. For the most part, teach-_ '
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. . ! ers ask the questibns. children answer, and teachers evaluate the answers. However, in other
0 situations in school, like at lunch or while children are working together. the social roles differ and
b4 ’ the features of conversation correspondingly change.

-~ & -~

We have said that questions often direct the what of a conversatnon In fact, one way to get a
new topic into a conversation is to get someone to ask you about it. In this segment, David does
precisely that, with his utterance: .

o ' . . You know what? — : . .
’ Buw using this question form, David forces the listener (in this case the teacher) to say What?
David's utterance accomplishes two things: It forces the other pamc1pam to respond and it gets
.David a turn to say whatever he wants. ]

The word what is used in three different ways in this segment David uses it as an unfronted
pronoun (You know what? vs. What do you know? with a fronted pronoun); the teacher usas it
. as a one-word question and as a question pronoun in the longer question What do you mean? In
’ the teacher's oné-word question and longey question, the intonation of the uftgrances is a falling
one, while David's utterance ends with a high, rising intonatjon. This is the intonation that we
havedescribed for ‘confirm/disconfirm questions, but we can see that an answer like yes or no to
David's You know what? would clearly be inappropriate. Instead of confirming or disconfirming,
the answerer asks for more information. The answerer tries to find out what is the fohat presum-
ably in order to answer the question. In this case, the teacher wants to have the what specified,
and we see that the infonation of her What? is the falling one that we have described for informa-
. tion questions. David supplies the information, thereby succeeding in -getting a chance to talk
about his ability to “call colors,” a classroom job. Furthermore, he succeeds in getting the teacher
to give him the chance. It is mteré?stmg to note the difference in meaning between David's-un-
—~ fronted what in.. :
You know what?
and the frohted version: ) -
What do you know? i
N "This second question is a fairly straightforward information question (although it also may be
heard as an exclamation: Well, what do you know!).

Although the overuse of expressions like Youskhiow. what? can be annoying and often cliched,
it is important to notice that they call on the mé basic questioning forms and functions as do

X other expressions in the language. }bns also i portant to notice that they apparently work in get-
. ting the addressee involved in thestbpic th!npeaker is bringing up.

Sometimes children David's age are described as engaging in egocentric speech—that is even
whéh they are with other people, they seem to be talking more for themselves than to ¢orhmuni-
cate with others. Close observations of children’s language have called this into question in many

. respects. For example, the use (or maybe the overuse) of You kno® what? by so many nursery
3 2 . age children provides evidence. for the socially centered communication that children"engage in.

v Strategies similar to David’s You know what? can also be found in adult speech. Utterances such

Q . as You'll never guess who { saw yesterday . , .or You wént believe what he did. . . cart have
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multiple functions as conversation openers and as ways of securing a turn to talk. One difference -
begween child strategies and adult ones is.that the latter generally seem to include ®ecific refer- .
- ence to a person, place, object, or event. This,is in contrast to the child’s fairly vague You know
what? : ' . ’ )
In the other segment afithe tape in this section,' Garnett uses a strategy similar to David’s to.give
and get a turn at talk. By saying S .
If I told you what it was, you'd probably call rfe cuckoo.
" he obliges Albert to request more information. In response, Albert uses two different kinds of
what. The second one, with its falling intonation °

What') N LN . - -
" isindéed a request fqr inférmation and has the meaning of What is the fwame of the movie? How-
evegdhe first what, with its rising intonatiog
What? L T ) . .
clearly indicafes that Albert has not heard or uinderstood what Garnett has said.and is réquesting
- @ repetition or a clarification. . . . ' L

It is interesting to’note that both David and Garnett want to share information about them-
selves. Ip our culture it is cpnsidered imgolite to talk about oneself excessively or without having:
been given an opportunity or invitation to do so by another. David and Garnett's awareness of *
this value may account for thesg ways in which they choose to get and give turns. Both children
use strategies which put the other participants in the position of asking for more information, and
it then becomes quite acceptable to talk about themselves when someone else initiates the topjc.

One way to see if the issue of talking about oneself is relevant is to compare these conversa-
tional settings with others. In large group lessons of jn other conversations in which one of the
participants is not being discussed, different turn-taking strategies are used. Normally,"it is not.”
necessary for the teacher to, “earn” or “buy” a turn to talk in a large group lesson —she simply
takes a turn and does not feel compelled to use a strate like You know what?to secure aturn.

Turn-taking procedures also seem to. differ accordin t&the topic and the setting as well as
participant relationships. They may differ, too, according to age- While David and Garnétt go
abouyt getting a turn in similar ways, -Garnett’s approach is clearly more indirect and riskier.
David’s You know what? will almost certainly be followed by a-What?, but it is not so certain that
Garnett's If I told you what it was, vou'd prébabff eall me cuckoo will be followed up. Garnett has
clearly learned that indirectness can also be used to get a furn, while David repeats his You know
what? until he gets the desiredgesponse. Nonetheless, David does.show an awareness of the
need for indirectness. Withoutthat awareness, he might simply have started out with I was pretty
quick on the color calling. Both children clearly exhibit bubtle competence in conversatidn; both
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demonstrate that they know-how language can be used in a vanety/%»ays in order to Qgt what *

they want. _~

“Part 3—What Else Does What Do? *

w

. In the previous tape segment, Albert’s uses of What? can<be seen as two different types of
requests contingent on what was said just before, but in different' ways.  The rising intonation type
can*be called a request for repetition; the falling intonation type rnight be called a requast for
elaboration. Questions other than What? can be used in both ways.. .

In this segment of the tape, Michael’s falling intonation

Na- ’ N . A
What? '
‘ requests elaboration contingent on Steven’s clain{ Steven uses words, eye gaze, and pointing to
elaborate just which that he figured out how to do. When Michael wants a.repetition of how
.much Steven borrowed, he doesn’t use what. Instead, Michael uses a non-fronted how much
question to pinpoint exactly what he wants repeated. Furthermore, notice how far away the con-
tingent uttérance ("l just borrowed ten from it.”) is, with a gentence of *Steven’s and a phrase of

* Michael’s intervening: . ’-
Steven: | may have—I just borrowed ten from it. | didn't borrow twelve.
Michael: Let’s see. . . You borrowed how much? - .

There is also a -difference between this non-fronted question and David’s You know what?
While we saw that-David’s question was a device to get a turn to talk, Michael's similarly formed
question is a request for repetition. As with David's example, there is a strong diffefencg,in mean-
ing between Michael's non-fronted question and the “fronted” version How much did you
borrow? The latter could work if it had high intonation all the way through, that is:

How much did you borrow? T

With the falling intonation of.a regular irformation question, however, it would seem odd since
Steven has just provided that information. Try saying it aloud:

\—-/—.\.’
‘ 4

How much did you borrow?
Steven’s Why not? is also contingent on the previous utterance. But this is slightly different.
The elaboration called for here is less specific; it is not in response to something indefinite in the

previous utterance or to something remembered. It is nonetheless related to the previous utter- .

ance, but in a looser kind of relationship. Why‘and how come questions and their negatives are
good ways to get someone to elaborate a togic. 'In some cases, though, they are inappropriate

Al
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(see Theoretical Framew8rk for a discussion) ®and children's use of them is oceasionally
problematic i

7

Part 4— Other Wa;{s What Works

in the Jast sequence, you will recognize some uses of what that have already been discussed,
Mark uses twq/whats in the sequence.

.
.

Laura: [ know what the last one is.
) a \ -
. © Mark: What?
, Laura: Brunch.

/'
.Mark: What? . -

Laura: Brumch. ¢
Mark: No. .

. , . . 6

The fitst, with falling intonation, requests elaboration on “the last one* that Laura mentioned.
” «= The second, with rising intonation, requests repetition of the word that was.spoken at almost the

same time as the first what and more than likely not heard. What also does work here that we -

have not seen before. It is used by Mark as a way to monitor the turns of his peers, as a wayto
" control the flow of the conversation. He is obviously ingRarge of getting answers to questions, but
the other children cannot put forth an-gnswer until he has pyovided them a turn by saying What?
The pattern established is the following: / : .
{

Speaker 1: | know what (the last one) is.
Speaker 2: What? N °
Speaker 17 Answer. , ‘ -
Speaker 2: No (or yes, as the case may be) .
The first child to speak may indicate that he or she has the answer but may not legitimately pro-
vide the answer until given.the proper cue, the request for elaboration “what,” in the falling
intonation characteristic of requests for information. In a later example, once the pattern has been

established and used, it seems to get simplified to using only a child’s nrame to ask the question
already on the floor, e g. “Gene?” At this point, Mark's position as leader of the discussion and

s AR
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-

“  the topic of guessing “the last one’™ have been established and there is no longer a’need to go
through the whole sequence. The crucial point here is that the lesson is characterized by the fact
that a student has the responsibility for assigning turns. Mark's right to do so is not challenged. In
fact, it i respected and followed. Ifhis case, this allotment of turns is carried out by-use of the
question What? since the business 4t hand is to obtain information of a specific kind. While this
assignment of turns to talk by one speaker in a conversation occurs rarely in everyday conversa-
tion, it frequently occurs in the teacher-led group lessons. Mark as teacher pro-tem not only

- clutches the sheet of questions and answers to his chest so his “students” can’t see them, but he

o also uses an aspect of teacher language as a marker of his “teacher” role.
\ .
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DU - EXERCISES ﬁ

s

The following set of exercises is divided into two sections. In the first one, the exercises are_ ‘
based directly on the tape and transcript. The second section consists of general exercises. In
both sections, the exercises may be done independently or as assignments in either a workshop-

_or a class-setting  While the exercises may be adapted to different workshop or class formats,
many of them are best done with pencil and paper and a tape recorder.

The general purpose of these exercises is to focus and refine your understanding of the topic
at hand, both'through observation and discussion of the tape segments and through application
of what is learned from these observations and discussions. It is not the purpose of the exercises -
to elicit criticism of the behavior of the children or the teachers seen on the tape.

1. EXERCISES BASED ON TAPE AND TRANSCRIPT MATERIAL

A. Question Forms and Question Functions

(1) Listen to the talk on the tape or have someone read the transcript aloud. Count the num-
. ber of questions Then study the transcript itself and count the number of questions. Do the

counts match? Compare your counts with someone else's. What do you think accounts for the

difference in numbers? Talk about the criteria you used in listening as opposed to reading.

(2). Group the suspected questions into types based on their form—the formal properties.
Group the same questions into types based on their use—the functional properties. What do
these two groups have in common? In what ways are-they different? el

(3) List the utterances that meet each of the formal criteria. List the utterances that meet each
/ of the functional criteria Formulate explicit rulés to identify utterances as questions on the basis
of formal criteria Make explicit rules to characterize utterances as questions on the basis of
functional criteria. ' , e
N2 ,
(4) Are some of the questions incomplete? Are any of the incomplete utterances incomplete
for their function? Does the incompleteness of any of the utterances influence their effective-

ness in accomplishing their intended goal? \

-

’ B. What: Getting a Chanc'e to SpeakGiving a Chance to Speak

(1) List all the whats in both segmesits of this portion of the transcript. Notice the utterances
where what is not at the beginning of the séntence. Try moving this what to the beginning of
the sentence in which it occurs. Does it mean the same as when what is not fronted? How does _

: 19 ) . ~
« 42 | . . ,
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the meaning change? Think of ways to say the sentence without using what “$omething” is a
word that will help. Do these alternatives mean the same as the original?

(2) What do- David's-and Garnett's sentences have in common regardmg what they get the
other person in the conversation to do? How are David’s and Garnett’s sentences different
regarding their form? Can anything be said about the degree of specificity of these turn-taking
strategies? Do adults ever use similar strategies? Give-examples. :

. (3) How is the form of Albert’s first what dlfferent than his second one and different than the
* teacher’s whats? How is the function different? 4

\ . . ) . {
&) How i i J Tis sece
(4) w is the function of Albert's Bambi like the function of his second what? It is a confirm/
disconfirm question, but what is it contingent on in the previous utterance? (Consider the rela-
tion between children’s peer value system and Bambi and saying someone is cuckoo, whereas’

Snow White doesn’t matter!) Think about how Garnett and Albert reflect this value system by
the language choices they+make in their conversation.

«
>

C. What Else ‘Does What Do? . .3

(1) Lrst all the questions. Group them according to the formal charactenstrcs Group them ac-
» cording to"the functional characteristics. s
(2) Find two requests for clarification—one a one-word question that requests elaboration and
one anon-fronted WH question that requests repetition. What part or parts of the previous ut-
terances are these requests for clarification contingent upon? Lengthen the ene-word request
for clarification using some words from the contingent utterance; likewise, shorten the other
request for clarification by eliminating the words from the contingent utterance Does this
lengthening and shortening work? If not, why not? . , ‘ '
. R
Q(3) Collect 10 - 15 examples of the responses-you get wheh you say What? in the course.of
everyday conversations. Practice changmg the intonation for these whats and devise a system
for marking the intonation. Record your examples on 3 x 5 cards:
Al (person participant is talking to) (utt’erance)
. (participant) What?
Az (person participant is talking to} (utterance) .
Record to whom you were talking and where. Indrcate if the What? is due to noise interference.’




. : ' . + Exercises
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1

: (4) Describe: ' ) o ‘ .
: a) .what the what 1s doing in these examples, N .
. b} if uttérance A, differs from utterance A}, and ' )
¢) how utterance A, differs from A,. - %
——Be-sure to discuss the role of intonatiori, thesconversational placement, the relationship of dis- ..

cussants, the appropriateness of using what, and any other factors which Tmight affectthe fornm—— T
and fupction of A,. ‘ .

3

- [

D. "0ther Ways What Works . ” )

(1) List all the utterances in this section that use indefinite references that seem to require .
another person to request elaboration or mére information. List the continggnt responses that . . :
each gets. Fifid the request for repettion. i '
"(2) Who is taking the “teacher’s” part in this segment? There are several indications that one

. child is playing teacher. What are th{Zy? Remember to watch and listen tq what is happening
here. - .

.
[N !

hd .
)

- \

IIl. GENERAL EXERCISES

@ (1) Situations in whic questions commonly occur include: i
. ¢ supermarkets offother’stores, particularly onés in which the customer normally has contact ' o
with a salesperson,, * i ,
* on public transportation, ‘. . \
¢ » during telephone conversations, particularly at the beginning or at the end of a conver-
" sation. . . . .
Collect some examples of questiqns and responses occurring in these situations. These ex-
changes can be recorded on 3 x 5 cards noting where they occur and who is involved.. Once a
few have been collected: ,
() try to group them according to what they look like, s .
{b) try to decide what the speaker is trying to accomplish with a partictilar question, and
{c) list two or three other things the §peaker can say to accomplish the same thing done.
Be sure to include some exaruples of question forms even if it is clear.that théir functions are other )
) than that of questioning, ’ ‘ .
. - (2) Look at the responses to the questions collected for #¥. In what way do these responses pro- ’
vide evidence that some ‘of these utterances.that may look like questions may not behave like . 4 '
L] . . . .

- . . . -

45.
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questions? Make a list of the different functions that these utterances are accomplishing In some
instances you may have to make up a name for what seems to be happening. Were any non-
verbal responses noticed? If so, try to describe them and how they work in unison with or in place
. of verbal responses. @

(3) Choose three or four radio or television commercials' and write down the questions that
occur in them. T :

s (a) What are the forms of the questions? Does the same form tend to re-occur in all the com’-J
to : mercials; are there certain forms that don’t occur? " g
* . (b) What kinds of work are the questions in commercials doing? For example, are they trying

. ) . to get information? How do you explain your answers?"
This exercise can be done substituting ‘magazine or newspaper advertisements.
] ) “(4) Observe a classroom for 5-10 minutes during two or three different periods and write
. down all the questions that occur. Examine these questions using exercises 1-6 in sectionL.A. as
guidelines. B

. .
(5) Look through a textbook and note the questions that occur. Compare this list to the list from
exercise #3 or #4 above. Are there question forms that occur in one that don’t occurin the other?
Why do you think this is? , .
M ~
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o THEORETICAL FRAMEWORK

@ <A

- . . . N B . ' . \
This section is designed to give the reader a brief overview of some issues that have anisen as: 8
' linguists have attempted to describe and understand the form and function of questions.
< 6" .
~  Language Relationships: T;qnsformation % 3 o . I
* The first issue concerns the formal spetts of questions and the;relatiopship between-questions
‘ and other language structures” For &xample, you will recall that in'the general discussion, we .
" drew attention 1o the difference betwekbn the sentence e
’ . . - , .
Dinner will be ready. i
. . e , . ~
from which the question . K ) S . .
‘ "\ ) r’ ’ v ,l/';) l
Will dinner be ready? > .. ﬁ - .
can be formed by subject-verbr inversion, and the sentence - e
You sing well, - A . St Q/? )
for which the question cannot be . - .- - -
. ' . . -/
Sing you well? . . - ( zJ - :
But rather— y ° AL ¢ . -
. gl ©° 2 \ . n N . - ' ' ‘ '
R N . . ? " f';’ N g . . . . ‘
,,,\DO,IVOU sing, v«iell.‘\ S ? cn L -
: On%%o‘ accoyint for thégfotrivation. of these questions is to assume that the declarative sen- "

tence and-jts quest&gn’ are ‘intimatély related, and that speakers operate with certain rules to get

/" from the d laratjve 16 the ﬁue‘;st;o&:Oﬁq of these {plwion transformation. Within the -
/ framework of t_rZ%Q&or,matiénesgr,a“r_ﬁrm“qg?hsbgresgnted by Akmajian and Heny (1975), the sen-
tence Dinner iill’ bé  ready. jmighit bersaid to haye f\h’éﬁfollowiqg “upderlying® structure.
G DTN m ST

v

I T i : N -
« P o5 g %(emenCe) N *,’k:,a .
L Qf A 4 ’
* s B : 1’9’”" ot fd"? A . N 5
. RPN U LA .
NP (Noun Phrase) . ) u:,g(jlia?y%{ e 5.7 4 VP (Verb Phrase) ‘
1 ' - ar @ E e A L o
, / . dinner . / ., DA 360 T / . -
Tense _ Modal ¢ 1 . Vierb) . Adj(ective)
: . present willyr % be . ready
N ) . c(/@‘” X N . .
<L . . . 2 L Ct :
. - . = .

N

23 s :;‘ly:;"’.‘ _9 : 5 e
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\ ) s
The question transformation requires that the'tense marker and the auxiliary immediately to its
right be mgved to the left of the subject noun phrase (NP).

\ . : . . N N R

/

*
i'/u ) . ‘ ) Aux— NP T wp .
. / \\ . dinner ° / \

S /
-Tense Modal { \Y Adj
s, . Rresent will be ready
o L. s " . The result is the yes/no questlon Will dinner be ready? . -7

' In contrast, the underlying structure for You sing well. shows no auxiliary lmmedlately to the

> nght of the tense marker that could be move};i as in the previous example. :

) : . ‘ | / S \ | \
. , NPT Aux | VP ‘
‘ W you ( . /
A \ - -Tense , .V © L Adv
. present sing well
. .. .
A ' How can we end up with the correct yes/no question? The solution requires another rule known
5. . as do-support, which provides for the insertion of the verb do.to the left of any tense marker that .
' is not attached-to a verb. With the sentence You sing well, the first step is to move the tense
. marker .
. Aux .
oy ‘ .
O\O . Tense : . V Adv
.y b present . sing . well

ERIC .o : | ‘ | ol




and the next step is to attach do

. P N

i

| .
-Tense — o Adv

do-present sing . .. well
) ; . R

Fouou;irm_g the operation of a (so-called) spell-out rule that derives does from do-present, the
result is the yes/no question: -

- v h

4

Do you sing well? '

Turning to an example from our materials, Adam’s question in the first segrrient Did you two
finish with one? would be accounted for or derived in a similar way. But what about Ann’s ques-
tion Why don't you move it out? : - . ‘

We discussed this question elsewhere as an example of a WH question. Aain within this trans=~
formational framework, the WH%Words are accounted for as expansions of adverbs, parallel to °
adverbs such as yesterday. for no reason, on foot, or in Paris. The adverbs answer, in spme

_ sense, the questions raised by WH words. The underlying senYence structure of Ann's questionis  *

//S \\\\\\‘ . .

. -
e
- ~
P ~ .
4] A \

Aﬁ:( ) i Adv
when

how
Tense V - NP Adv .where
present move it out why

n
']

>

In this case, the formation of a WH'cfuestion takes place in several steps. The first involves the
inversion of the subject NP and the tense marker, and it results in . '
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26 What's What with Questions - “3 ®
. ! - - /‘S\ \h
; . T
[ 2] N - —
\. R . // / N ~ ~ . _
- °, o, - ’ s N ~
. . ‘ . Tense . , . NP _ VP Adv P
. . . present you / 1‘ . why
- - . . ! AN '
+ a I (AN . ~
: e ) V NP Adv
. 7 move it  out :

As in the last example, there is no verb accompanying the tense marker, which means that do
. ' ' _ must be attached. In addition, in this patticular sentence, a negative insertion rule would place”

' ' ““not after do, and a contraction rule would account for the final result don’t. The second step
involves WHxfronting, whereby the adverblal word, in this case why, is moved to the very fron&of
the sentence. ..

. , “ s
: . - v .
/ N — . 2® % \\ ‘.
‘ Adv Aux ° . NP VP - s
. ., ) S,
. . why don't ' you \ Prep or Adv '
. . - f out
K ’ « Tense . v i
pﬁggs_er"\t — move it . . )

v e

) . - ‘ - ‘ - ~J .
The result is Ann’s question Why don't you move it out? . s
The approach taken by Akmajian and Heny i$ only one of several within the general trans-
- > — formational framework, but it will ptovide the reader with a basic view of how the formal or .
mechanical aspects of questions may be a’ccounteq for. 5

Language Relationships: Questions:}bat‘ Direct o A\

. 4 3

A problem arises, however, because Ann is issuing an order, not asking a question —despite
.the many formal aspects of questions that her utterance has. There is further evidence for this in
"the utterance immediately following: You better take that in the courtyard, like Miss C. said. Ann
. . is clearly not waiting for an answer to a question. She is trying to get Melissa to do somethmg and .
s 5 4 has added some authority by referring to what Miss C. said. -

]

N
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‘Several linguists have addressed this issue by examining the apparént relationships between " ' -
the form and function of utterances that loWestions but don’t behave like them. For ] .
example, Gordon and Lakoff (1975) sugges at while utterances like' Ann's Why don't you ‘
o move it®ut? have the underlying structure of questions, they are understood as requests by virtue
. "of certain conversational conventions. For instance, let’s say that the speaker requests something ¢

. of the hearer. It follows that the*speaker . “

* wantsthe h’eargr to do the action requested, . -
* assumes that the hearer is both capable and willing todoit, and\ |
- * assumes that the hearer would not do the action in the absence of the request.

‘.

Gordon and Iakoff claim that a request canbe -accomplished by questioning any one of these
three conditions. That is, the result of questioning the second condition (the hearer’s ability to do
something)-with the utterance Can you pass the salt? is a request for the hearer to pass the salt. . . -
Similarly, the speaker can accomplish requests by questioning thereasonableness of an-action. ’ 6
. Thus, they might claim that Ann’s utterance questions the reasonableness of meving some object .

into the courtyard. By so doing, she issues a directive. . .

Green (1975) re-examines these ideas and suggests that while itnay seem intuitively correct to - : ;
treat requests that look like questions as questions, they are fun Jamentally different from ques-
tions, which are defined as utterances that function to get information. She provides evidence to
support this claim. For example, she contrasts ~ »

.

¢ Why don't Qou cook dinner. It's 8:30. . ’ . : : .
with ' u ) ‘ - ’ ' .
Why aren’t you cooking dill:mer? It's 8:30.
Green claims that the second utterance could have as an answer

Because the stove's broken. L *

/

“since sincere ‘why’ questions may be responded to with statements that givé-relatjvely direct
reasons.” She claims’that su¢h an fanswer would not be appropriate for the first utterance, and
that “if someone responds to the first utterance with ‘because the stove’s broken,’ he has taken )
the first utterance the wrong way.” (Green 1975:128). co ’ ST ' ,
Both of these approaches are debatable. To get at the issue of utterances that look like ques- :
tions but don't do questioning work, Sadock (1974) suggests that a distinction be made between
meaning and use.”He proppses that the process by which questions become requests is similar to
the one by which metaphors become idioms: “When an idiom such as, say, down in the dumps
was spontaneously created by some linguistic innovator, it had only its literal sense. By rules of.in- 14 .
ference that are perhaps of a universal nature, the metaphorical values of the phrase could be ar- ’

IToxt Provided by ERI

n
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rived-at. But the phrase eventually came to mean something that hitherto was only a metaphon-
cal significance.” (Sadock 1974:98) In this way, constructions such as Why don't you .. or Can
you. . . may have started out as information questions but by repeated usage in certain conversa-
tional contexts, acquired the meaning of requests. Why it is then that these particular forms are
used repeatedly in certain'contexts? How do these forms become what Sadock calls speech act
idioms? Why, for example, does Ann say Why don’t you move it out? as oppased to Move it out?
The complete answer to these/questioni seems to lie in an understanding of the complexity of
social interaction including such elements as politeness 9Qd indirectness. . .

Language Relationships: Requests for Clarification

. . ,
- We have seen how utterances that look like questions can be used as requests for action. There
are other kinds of requests, howevér, including requests for repetition of some (part of) an on-
going conversation, reguests for elaboration, or requests for clarification. For example, in the
tape segment in which Steven and Michael are doing math the following exchange occurs:

5

Steven: | did the top one. | figured out how to do that.
Michael: What? '

Steven. The top one. ‘ : )

<

- Michael's What? is marked by a clearly félfing intonation. He is not sure about part of Steven's ut-

terance and requests a clarification. That Steven understands Michael's What? as such a request

* for clarification is supported by the fact that he provides the information immediately:

These requests for clarification have béen examined in detail by Christian and Tripp in a report
to the Carnegie Corporation (1978). They define a request for clarification as “any utterance
which can be intended as a strategy for getting clarification, from repetition of some information
to addition of certain information.” (Christian and Tripp 1978:12) They concentrated their analysis
ondthe cases “where the request relates directly to the last utterance by the'individual to whomthe
request is addressed.” (p. 15) Requests for clarification signal some problem in the pro(':ésing of
an earlier utterance, either Maccurately hearing or fully understanding it. The basic form of such
a request is : ) .

L - : i
: Speaker-X: utterance ‘

¢ " Speaker Y: request for clarification
Speaker X: clarification : .
Speaker Y: response to X’s first utterance. .

. M o .

Requests for clarification can occur in a variety of situations. For example, if an utterance is not
heard, combletely or in part, the information it contains will have to be provided again, with no
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i
change, n whole or in part. If some background information needed to understand an utterance
1s not known by the speaker of the request, this information needs to be provided If some aspect
of the utterance 1s’ heard but is unclear, as in the case of a referent of a pronoun which is un-
known to the speaker, certain further specification of that aspect is needed. Presumably, the that
Steven uses is unclear or not specific enough. '

Finally, s6me requests for clarification have the effect of eliciting reformulations. In a lesson
situation, for example, children may respond to a request for clarification by changing the content
of what they have said because they interpret the requests as a negative evaluation, however
indirect. : . )

Christian and Tripp describe requests for clarification in terms of (1) the structure of the request
and (2) the way in whichthe previous utterance is being checked * The structure of the request is
one of nonconfirmgtion if it asks for an*information-providing response (e.g Michael’'s What?).

Teacher: All my other classes have always called 1t the Ed and Edna game.

Ashley:  The what? -
Teacher: The Ed and Edna game. : . ’
Ashley: Oh

Itis one of confirmation if it requires the confirmation or rejection of some version of the information.
Paul: One. one, one. zero, zero . \ T . . N
Asﬁley: One, one, zerd, zero? | | . R
Paul: Yeah.

Ash[ey’: =it“s only eleven hundred.

The previous utferance can be checked either by whole repetition. partial repetition, specifica-
tion-, or elaboratign. Ashley’s nonconfirmation request provides an example of a whole repeti-
tion, while her confirmation request shows a partial repetition. Michael's What? is an instance of
specification. The following exchange i$ an example of a request for elaboration: ™

Ann: We need that!

Paul: We need it on the rug?

Ann: Yes.

Paul: Okay. SN

Theoretical Framework
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30 What's:What with Question$ . '
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R - '
We ponted out earlier that Michael's What? has falling intonation Michael's uttefance is differ-
ent from other instances of What?, such as Albert’s in an earlier segment. Albert’s utterance with .
' Y rising intoriation is a clear example of a request for rep@tition, which he obtains in Garnett's next
utterance. The important role of intonation in determining meaning is striking, but perhaps more
Lo K strikipg is the children's skill in using and understanding different intonation patterns for different
communigative tasks. b - ‘
: Some recerit work by Peters{1977) suggests that intonation may be one of the aspects of lan-
T guage controlled earliest by ¢hildren, even before all of the forms are in place. Peters suggests
that children may use two fundamentally differen?ﬁrategies when learning.their first language.

. The analytic strategy, whereby the child proceeds “from the parts to the whole,” consists of one-
word utterances of onegor two syllables. With the gestalt strategy, the child produces whole
phrases or approximations of whole phrases. This gestalt phase is preceded by a “tune” phasein
. *° which a given phrase may be approximated by its characteristic intonation. The two strategies are

further differentiated by social situation, “the strategy chosen for producing an utterance being
related to the function of the utterance.” Thus, the analytic strategy will appear in referential con-
texts, while the gestalt strategy is “used in more conversationally defined contexts,” including
openings, réquests, or summonses. (Peters 1977:566) It is interesting tonote that these observa-
tions are based on the speech of a child between the age of seven months and two years, three
months—a considerably younger age sample than the school age children on the tape.
On the second segment of the tape we saw how David used the question You know what? to
“get a turn to talk. It is clear that David knows how to use this question in conversation, and he
knows that other speakers will respond appropriately. The question itself is part of what myght be
.- - B .. called a conversational routine or tool to be”used in special turn-taking situations. What is gecial
] here is that David wants to give himself a compliment and s“alicit praise from his teacher. It is
. _ entirgly appropriate to take a turn to do this, so he appropriately gets the teacher to request the
very information he wants to present. The interesting thing is that the hearer's responsibility does
not stop with providing a response to You know what? What may appear to be a two-part
sequence is really a four-part one: having provided David a second turn, the teacher is also
responsible for providing feedback on David’s talk of his skill in color-calling.
There are other quasi-formulaic quéstions in English. Children’s knowledge anduuse of these
S . questions have been examined by a number of researchers, incl ding Labov and Labov (1976),
who investigated the acquisition of inversion in WH questions-in their daughter’s speech. They
poticed that even though she_appeared to have learnéd inversion in WH questions before inver-
sion in yes/no questions, she-still showed inconsistency in WH inversion long after she had
. acquired consistent use of inversion in yes/no questions. For example, the question !

What the address is?, - N . .
62 . . was produ'ced on the same_day as the question . K
Is there some on top of*the cars?

ﬂ.
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Furthermore, they noticed that contraction jn the WH .words where and what (e.g. where’s .
and what’s) encourages inversion, but that inversion rarely happened with why (e.g. Why we -
can’t wear sandals for walking in the wood?). Itgradually became clear that the where’s and what's
were not examples of inversion and contraction at all; rather, théy were being used as formulaic
expressions or fixed forms. The key to this explanation came, from Jessie’s early and frequent use
of another question form, How ’bout?. which “begins as a vague kind of identification, but de- *
velops into clear requests for action” (Labov & Labov; 1976: 31-32): G\—/

PN

How ’bout daddy?. (walking into father’s study)
How 'bout a boy? (looking at a picture of a family) \
"+ "How ’bout get ketchup? (to mother, eating French fries)

7 7/
It seems clegr that at a very early age, children show an awareness of and an emerging com-
petence in both the fogms and functions of language and how,the forms are used to accomplish
the'wide range of ¢ unicative tasks We all face. It also seems apparent that the topic of the
" forms and.functions of Questions is large and complex and that this discussion is necessarily
limited in its scape. Nevettheless, we hope that you-have gained some insight on the diversity of
theoretical approa‘&g&s to’and the intricacies of children’s language abilities. . "

o gl o o o o B
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GUIDELINES FOR TRANSCRIPTION®

¢
., -

-

Several of the exercises in this manual require tape-recordir{g and
transcribing portions of conversatien. The following are some basic
guidelines for transcribing. A look at the transcript in this manual will
also be useful. B\

! <

C I

0y

. (1) Decide how you will refer to each speaker, either by full
name or by initial. Put this full name or initial in front of
every new turn taken by that speaker. ~

+ Ann: Okay.
- Melissa: Wait. Okay.
+ Ann: Measure—Do it again. i

- -.‘?‘

(2) In order to transcribe accurately everything a given speaker
says, you may want to listen to a small segment, stop the
tape; write down what you remember, and then listen to
that segment again. Do not be surprised if what you think
you hear and what is actually said are two different thinigs.

" That is the reason for replaying difficult or quickly\spoken
" *segments: If-may be helpful to listen to longer stretches on
_ both sides of the troublesome sequence.
(3) ~ Sometimes two people start talking at once, or one person
. . interrupts apother. This is usually shown in transcription
with brackets*marking thé overlapping section:

- Melissa: It’é'[a'se'far out as ‘ ] it can go. .

Ann: — No, it might not-be

It is, of course, often difficult to hear what either speaker is

o7 sayiﬁg in a case of overlap. As you can note, the continuing

~ utterance of the person who keeps on talking after the over-
lap should be transcribed.

66

(4) Sometimes it is simply impossible to hear or understand
what someone has said. This is dealt with by using square
brackets; sometimes the word unintelligible is also included.

T: I'm going to [unintelligible] I'm gbing to
go over to the listening center. -
. In other cases, you may not be entirely sure about a given
word or sequence. This can be indicated as follows: )
Pupil: " I think we're gonna have some fun. -
. . ’ . ’
. It may sometimes be impossible to tell who is talking This
can beindicated as follows: '
(Unknown Speaker): .1don't think s0. -
5 ' .
. <'\‘ ’ ) : -
a 2(5) There may.be some information concerning nonverbal ..
C e behavior or pauses tha you want to include in your tran- e .
script. Parenthesis can be wsed for this:, . "
: . o
* & Albert: Bambi. . . _ .
‘Garnett: (shakes head “no” . Lo
Albert:  What? . , )
T: _ [unintelligible] (pause) Who is Dan talking
’ to? ‘ )
X Pupils:  (raise hands) .
- b —
“%
. -
32 ! .

b




- Kids Ask Questions of Other Kids
Michael:

T How many people do not want tuna sandwiches?

Hold your hands up. One, two...Do not. .

Teachers Ask-Kids Questions . e
T: Alright. How many people want gne half only. tuna

LR . TAPE TRANSCRIPT

-

sandwiches, =

: . R / . >
Kids Ask Teachers Questions T

But why would you rather be an igloo if it's made out

Pupil:
of ice than be in a tepee? _
P?inl: Because [unintelligible] keeps it nice and warm and

N

Let's see — you borrowed how much? -

see, it meltsthe top.

Steven. Ten. | decided I'd borrow ten instead of twelue.
Michael: Nah. _ °

°
14

Teaching apd learmng would be hard to imagine §ithout some
ways to ask questions. What does a question-sound like or look
like? That was one but how did you know it? If you were reading
this, you might look for a question mark or a word beginning with
WH. Hearing this, you probably noticed my voice rise in pitch at
the end of. the sentence. But you didn't.Answer that question,
Why? Sometimes sentences have a question form but they don't
act like questions and people hearing them don'’t respond to them
in the same way they do to a question. The following piece of
tape from a second grade classroom has forms that look like
Qquestions and some that act like questions. .

Please remember. it is harder to look at tapes of really occur-
ring activities than at tapes of actors prese‘?«'ng.xa performance.’
Remember, too, that the eye and ear of fhe video equipment
emphasize certain things that might not be' noticed if you were

Fd

- g8
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present’in the classroom. Mogt imporgant, remember these are

oply short examples and it is nat reasonable to make judgments
about the abilities or personalities of the teachers or students.

°

<
- &

L4

_duestioning Forms and Questioning Functions

Melissa: 'Scuse me. 'Scuse me, Adam—Have—have you
\ found out what your—you. . .? ~
Adam: No, but | fould one thing. I'h- thinking of the
particulars. : : ,
Melissa: But is it—D’you think t’lét'it’s the thing tha.t they're
talking about?
‘Adam: No, but Connie said we had to all agree on the item
that we found. :
JT: This is more than 3/4shs.
E i é
Melissa:  Okay. Wait—let me put this down, Ann?
Ann: **Yeah? .
Ann: Why don’t you move it out? )
- You better take that in the courtyard, like Miss C said.
I'll help you take it out. )
* Melissa: There! There. It's good. - )
It's as far out as. . .
Ann: .No, it might not be. . \
Melissa:

Yeah, come on Ann. No, if only. . .

\ N
. . .
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- Ann-

Melissa.
Ann:
Melissa:
Ann.
Melissa:
Ann:
Melissa:
Ann:

a -
Melissa:
Teddy:

Ann:

Melissa:
Adam:

Melissa:
Melissas

Ann:

, Melissa.

5 >

Why don'’t you bring it in the courtyard.

'Cause, remember Mrs. C sald SO
"

.

Ann, could you please get me your tape measure? ,

Okay.
Wait. Okay.

il

Measure—do it again. Do it again, Melissa.

I should open it up?

“Yeah.

Hey I know, I'll get it in the middle.
Okay, open it.
There.

| wonder if this is 24.

s

Here.

. .l
Teddy, have you finished yours?
i finished mine.
Okay, then sit at the table, please, Adam.

Here, let—let me go around with mine:

I'm gonna bend my inches down.

Adam, could you please hold that, right there" That

right there?

Ann: -

Melissa:

Apn:

‘ Melissa:

Anr):

Melissa:
l Ann:

Melissa:

\

Ann.

Melissa:

Adam:

Ann:_

- Melissa:

~

What’s What with Questions

An’ hold that, too.

Yes, please. Oh, it doesn't fit.

And orfe of these. .

No, we gotta. ..
Yeah itll work, it'll work. ,

Okay. igg—no that's 25. ..

. o 4
It's 2 meters an, 20—an’ 25 centimeters,
It's 2 meters.: — - -

Okay. Okay, Ann, next time you've gotta—Ann, try
next time to do it yourself ‘cause I'm not supposed to
tell it out. Okay? But—but. - . -

- ’ .
Yeah. But | helped you with mine.

I know. .

\Did you two finish with one?

NQ' LR -

Two. So that was two twenty-five. B

But you don’t write that down 'til you find out when

you're on your next one, okay?
N :

What: Getting a Chance to Sbeak, Giving a Chance to Speé

e . * 2 ' .
WH words, as mentioned earlier, are familiar signals of ques-

tions. In this next section, a series of tape excerpts focuses on one |
such WH word: ‘WHAT




T’ape"Transcript R CoL

Nursery at Lunch

David: Hey, you know what?

T: What?
David:  You know what? Hey, wait a second, you know what?
T, = What, David?

David: [ was pretty qui;:k on this.

T: . You Wwere?
* David: . 0;1 the color calling. -
2 S .
T: What do you mean? “ \
David: . You l‘<n6w, lik/e, 1 <‘:alled évery col;>r fast. .
T: You did! ’
'David: (nods) * S
T: " Do yo: remember the colors Qou called?
David; Yeah. ' ' . ‘
T: Can you show me? - —~

— e e -~

' Third Graders at Work

.

. - , .
Garnett: Well, I have toTinish all my work this week if | wanna

«90. . .if I ha-, becpu-,. . .ifI. ..if [:. .wanna go to see
the movie with my kgother. If I told you .vbhat it was,
- you'd probably call me cuckoo. T

’
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. Albert:  What?
Garnett: If I told you what movie, | was going with, with my
. brother, you'd probably say I was duckoo. And my “
mother. .
Albert:  Bambi.
Garnett: (shakes head no)
Albert: - What?
Garnett: Snow White. . .and th'e 7 Dwarfs.
Albert: It doesn't matter,
What Else Does What Do? B ' *
, Grade wa--Matl"l ' | '
Michael: twenty-five ’
Steven: How do you like ’at:? Is that good? ...
:Mif':ﬁael: Two! Two! What are you dbing over there? ,
Steven: 1did the top one. I‘ figured out how.to do that.
Michael: What? _MWM_‘_\L\“%_
Steven: The top one. v
Micl‘wael: Let me check that.
S.teven: _I'may have—| just borrowed ten from it.
- I didn’t borrow twelve. .
: o
. =Y
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Michael Let's see . You borrowed how much?

Steven Ten I decided I'd borrow ten instead of twelve.

)
N\,

Michael: Nah! It won't work . )’

- Steven: Why not?

Michael: Cause, it won't work. You have to borrow a thousand.

.~ 0t

Other Ways What Works

Grade One—Lesson

Mark- The next one’s gonna be so easy. *
Laura What is it? {
Ashley: What 1sit?

Mark: . Cat.

‘Michael® ‘A’ that is\the easiest one in the job.

Mark: / The last one, is pretty hard.

(Replay starts) . . —\)

Laura: | know what the last one is. Brunch.

+

Mark: What?

Laura™ - Brunch. ‘

Mark.  What? S

What's What with Quegtions

i
-

Laura:  Brunch
Mark. No .
Michael: | know what the last one 1s.

Mark: What?

Michael: Cream.

1 * l
Mark: No. Gene.
Gene:  Um, at.
Mark: Wait a second, what is at?

Michael: Al: A.Forat A. >

Laura: Cat. .

\\ s t ’ &
Michael: Call, call is last. . .
s ~
(Replay stops) ‘
Mark:  No. ' '

Laura: Brunch.

Mark: . No. | ) . .' ‘ 4(

Gene:  Chocolate cream pie fell on your head ‘ -
Mark: No. . . . /\ -
e o RN
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